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ABSTRACT
Ensuring that students can transfer the knowledge and skills they learn in L2 composition
classes to future personal, academic, and professional contexts outside of the classroom is
perhaps the most important goal of L2 college writing instruction. However, while research
shows that pedagogies based in adaptive and dynamic learning transfer, defined as the
repurposing or innovation of knowledge to negotiate new and unfamiliar writing contexts, are
more successful in preparing students to transfer their knowledge to future contexts than
pedagogies based in similarity learning transfer, defined as the matching of knowledge across
comparable known contexts, many L2 college composition instructors still either only rely on
similarity transfer techniques or assume that learning transfer will automatically take place
without specific pedagogical interventions. This project examines how genre-based, translingual,
and multimodal pedagogies serve as teaching-for-transfer techniques that actively promote
adaptive and dynamic learning transfer in L2 composition classrooms. Rejecting the popular
method of teaching L2 composition using modes-based and essay-based writing assignments that
are based in the ideology of English monolingualism and prioritize the singular modality of the
written text, these innovative pedagogies encourage students to make connections across a
variety of different genres, languages, and modes, increasing their rhetorical flexibility and
capacity for innovation that is necessary to adapt their knowledge to future unknown writing
contexts in the process. Weaving together these novel pedagogies in a sample unit on social
media profile genres, this project ultimately shows the value of combining multiple different
techniques that promote adaptive and dynamic learning transfer in order to better prepare
vi
students for the increasingly common 21st century multi-genre, multilingual, and multimodal





Statement of the Problem
The question of learning transfer, defined as “when learning in one context or with one
set of materials impacts performance in another context or with another set of materials” (Perkins
& Salomon, 1992), has recently received renewed attention in the field of composition studies. In
the Elon Statement on Writing Transfer (2013), a statement developed by 45 writing researchers
who participated in the 2011-2013 Elon University Research Seminar “Critical Transitions:
Writing and the Question of Transfer,” researchers highlighted the current difficulties that first
and second year university composition instructors face in facilitating learning transfer in writing
programs whose curricula either neglects or actively resists the transference of learning to
contexts outside of the programs. They call for instructors to “teach for transfer” (Perkins &
Salomon, 1988), which includes practices such as developing curricula that allow students to use
rhetorical concepts (such as genre, purpose, and audience) to analyze expectations for writing in
specific contexts and building metacognitive awareness among students that they can then apply
in future unknown writing situations. As Ferris & Hayes (2019) argue, this statement represents a
departure from the idea of learning transfer as the matching of knowledge across comparable
known contexts (also called “similarity transfer”) in favor of a different idea of learning transfer
as the repurposing or innovation of knowledge to negotiate new and unfamiliar writing contexts,
a type of transfer that DePalma & Ringer’s (2011) identify as “adaptive transfer” and that Martin
& Schwartz (2013) identify as “dynamic transfer.”
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Although the Elon Statement on Writing Transfer (2013) does not specify the different
nuances and scope of this problem for L1 and L2 students, the problem of learning transfer that
the researchers describe is particularly acute for L2 writers. In L2 writing classes at community
colleges and first-year university writing programs, students are often faced with pedagogy and
curricula that either only incorporate teaching-for-transfer techniques that are based in similarity
transfer or operate according to the assumption that learning transfer automatically takes place.
As James (2018) states, while learning transfer is the implicit goal of L2 writing pedagogy, it is
also difficult to both measure and achieve learning transfer in L2 writing contexts, since
educators often assume that learning transfer will naturally occur if students simply accomplish
the tasks and goals of the course. However, research shows that learning transfer in L2 writing
classrooms is far from an inevitable outcome of successful course completion, and that explicit
pedagogical interventions (also called “teaching-for-transfer techniques”) need to be adopted in
order for learning transfer to take place (James, 2018). Additionally, as DePalma & Ringer
(2011) argue, educators must also redefine the concept of learning transfer itself in order to
develop these pedagogical interventions, no longer conceiving of learning transfer in the narrow
sense of the term as the consistent application of a specific codified writing skill that was learned
in a past context to other contexts but as the ability to “reshape and reform learned writing skills
to fit new tasks” (p. 137).
One of the most prominent examples of this problem of learning transfer in L2 writing
classrooms is the fact that pedagogy and curricula are often centered around the teaching of
modes-based and essay-based writing assignments. According to Caplan (2019), modes-based
and essay-based writing assignments (such as description, comparison, argumentative, or
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narrative paragraphs that then lead to essays composed of four to five paragraphs) in L2 writing
classes ignore the context and purpose of writing, or what Caplan calls its “situatedness,”
obstructing the transfer of learning to future contexts outside of the classroom (p. 3). Likewise,
for Johns (2008, 2011, 2019), the lack of “situatedness” of modes-based and essay-based writing
assignments in L2 writing classes is primarily a problem of developing communicative
competence among students, as her research attempts to answer the question of how to
“authenticate” this competence in the classroom and thus “promote transfer of learning for our
classrooms to contexts in which students will be using the language” (p. 237). Moreover, for
Tardy (2019), this focus on modes-based and essay-based writing assignments is particularly
acute in ESL classrooms at the community college level, where knowledge of alternatives to
these kinds of assignments is lacking in comparison to university writing programs. In response
to this problem, these researchers advocate instead for the use of genre-based writing instruction
(GBWI) in L2 writing classes, because, in emphasizing the audience, context, and purpose of
different writing scenarios, GBWI has shown to increase learning transfer among L2 students
(Caplan, 2019; Ferris & Hayes, 2019; Johns, 2008, 2011, 2019; Tardy, 2019). Since GBWI
defines genres as fluid, socially situated entities that change over time and also contain a
considerable amount of internal variation as well, practitioners of GBWI focus on building
meta-cognitive knowledge of genres, or genre awareness, among students to help them recognize
and adapt their genre-writing practices to future unknown scenarios (Tardy, 2019), resulting in
“the rhetorical flexibility necessary for adapting socio-cognitive genre knowledge to
ever-evolving contexts” (Johns, 2008, p. 238). However, despite these studies, scholars agree that
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more research needs to be done on this question of learning transfer and GBWI (Ferris & Hayes,
2019; Johns, 2019).
Another example of this problem of learning transfer in L2 writing classes is the
continued prioritization of English monolingualism in the classrooms. According to Cummins
(2017), despite the recent “multilingual turn” in language teaching research, there remains a
significant gap between this research and the fact that English monolingualism, defined as “the
language ideology that dictates a single, reified language and social identity for all,” still
dominates instructional practices in most ESL classrooms, preventing the development of
cross-language learning transfer in which language difference serves as a resource for rather than
an obstruction to learning (Horner & Tetreault, 2017, p. 4). Horner & Tetreault (2017) echo this
point when they argue that English monolingualism remains the dominant paradigm in L2
writing classrooms, despite the many new theories in language teaching research that have
recently emerged to undermine this ideology, including “plurilingualism” (Zarate et al., 2008, as
cited in Horner & Tetreault, 2017), “postmonolingualism” (Yildiz, 2012, as cited in Horner &
Tetreault, 2017), “translanguaging” (Garcia & Li, 2014, as cited in Horner & Tetreault, 2017),
and “translingualism” (Horner et al., 2011, Canagarajah, 2013, as cited in Horner & Tetreault,
2017). Across these theories, researchers consistently argue that L2 writing pedagogy based in
English monolingualism leads to a lack of learning transfer to the different kinds of multilingual
writing situations that students will encounter outside of the classroom. For example, in his
discussion of World Englishes and the necessary pluralization of L2 writing classrooms,
Canagarajah (2006) argues that English monolingual pedagogies “disable” students in these
increasingly pluralistic situations and that students should be taught not to master a single target
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language but to develop multiple competencies in a myriad of different codes, ultimately
learning to “shuttle” back and forth between different discourse communities (p. 592). Similarly,
in their call for a translingual approach to teaching composition, Horner at al. (2011) argue that
English monolingual pedagogies teach language users to conform new situations of language use
to a rigid set of language practices rather than teaching users to perceive each new situation as an
opportunity for the activation of a wide array of different language resources and the
development of new language practices (p. 313). Although it is clear that one of the main stakes
of these new theories is the fact that English monolingualism impedes the transference of
learning to contexts outside of the classroom, researchers agree that the connection between
these theories, and translingualism in particular, and learning transfer calls for further study
(Leonard & Nowacek, 2016).
A final example of this problem of learning transfer in L2 writing classes is the way in
which these classes continue to emphasize the singular modality of the written text. As Sanchez
Martin et al. (2019) argue, while the current media landscape requires students to be literate in a
variety of different digital and multimodal composing practices that allow them to navigate these
new kinds of spaces, there is a notable absence of digital and multimodal composition in
pedagogy and curricula for L2 students in particular, who are given less opportunities than L1
students to explore different kinds of composition practices that might allow them to better
negotiate these new contexts. Likewise, while Selfe (2007, 2009) argues that 21st century L1 and
L2 students require knowledge of multimodal composition practices, defined as “the use of still
images, animation, video, and sound to compose text,” in order to effectively navigate and
communicate in the digital networks that increasingly constitute their personal, academic, and
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professional lives, she also claims that there remains a large gap between the theories that
promote multimodal composition and actual instructional practices (p. xi). Shipka (2011) further
reflects this idea as well, arguing that, faced with changing communicative landscapes influenced
by rapid technological developments, there remains a growing need for multimodal pedagogy
and curricula that bridges the gap between the communicative practices that L1 and L2 students
engage in inside and outside of the classroom. Nevertheless, as with GBWI and translingualism,
researchers agree that there remains a need for more research on the relationship between
learning transfer and multimodal composition as well (DePalma, 2015).
In this context, the question becomes: how can L2 college composition pedagogy and
curricula be better adapted to increase student learning transfer to future new and unfamiliar
personal, academic, and professional writing contexts outside of the classroom, allowing students
to repurpose or innovate their knowledge in order to more easily navigate the myriad of
unknown and unpredictable writing situations they will encounter in 21stcentury multi-genre,
multilingual, and multimodal composing environments? While the vast influx of L2 students into
the American college and university system over the past 30 years may have led to the
assumption that modes-based and essay-based writing assignments that are based in English
monolingualism and prioritize the singular modality of the written text constitute the most
efficient way to teach students from such a wide array of linguistic and cultural backgrounds
(Caplan, 2019), as we have seen these methods not only fall short in increasing learning transfer
for students but also actively hinder or obstruct this process as well. In contrast to these more
traditional instructional methods, this project aims to show how the application of genre-based,
translingual, and multimodal pedagogies in L2 composition classrooms might serve as potential
7
solutions to this problem of learning transfer for students, preparing them not simply to
successfully complete the tasks and goals of their college composition courses but also to thrive
in a myriad of continually evolving future 21st-century writing scenarios as well.
Purpose of the Project
In the past, I have taught composition courses to L1 and L2 adult, college, and university
students in a wide variety of contexts. I started out my teaching career as a Lecturer of English at
a public university in France, where, over a two-year period, I had the opportunity to teach
intermediate English composition and subject-specific courses to French and international
university students. While the composition courses were designed to be lecture-based and
textbook-based courses, I soon became frustrated with this approach and began adding in
activities that were based in the instruction of common academic and professional genres that my
students might encounter in their particular fields. I also applied genre-based instruction in the
subject-specific English courses I taught at this university as well, asking my students to analyze
different types of genres that they might encounter in their future careers and to produce their
own versions of these genres as well, such as field reports in an English for Geography Majors
course. Although I did not realize it at the time, I believe that my initial instinct to add
genre-based writing instruction to the traditional instruction of essays in these courses stemmed
from my awareness that GBWI would allow my students to transfer their knowledge to contexts
outside of the classroom in a way that modes-based and essay-based instruction would not.
After returning to the U.S. to start a PhD program in French Literature, I then had the
opportunity to teach L1 and L2 composition at a variety of large research universities in the U.S.
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In contrast to the previous composition courses I taught in France, these courses were explicitly
centered around the instruction of academic genres: in the composition courses I taught in
literature departments, I taught undergraduate students from a wide variety of fields how to write
literary close reading analyses, argumentative papers, and research papers, and, in the academic
writing courses I taught outside of literature departments, I taught multilingual graduate students
from the social sciences and STEM fields how to write academic summaries, critiques, literature
reviews, and introductions to research papers. While I found it satisfying to teach these
genre-based courses knowing that my students would be able to directly apply their knowledge
in other courses, at the same time I remained acutely aware of the fact that my instruction of
these academic genres was designed to allow my students to transfer their knowledge to similar
academic contexts inside of the academy, rather than preparing them for the many different
multi-genre, multilingual, and multimodal composing environments they might encounter
outside of the academy in their personal and professional lives.
Although I expected to encounter more genre-based pedagogy integrated into the
curricula of L2 composition courses once I began teaching at the community college level, I was
surprised to discover that most of these courses for novice L2 writers are still centered around
modes-based and essay-based writing assignments that emphasize English monolingualism and
prioritize the singular modality of the written text. As Caplan (2019), Johns (2019), and Tardy
(2019) note, while genre-based instruction has become increasingly popular in more advanced
undergraduate and graduate L2 composition classes at the university level, there remains a
notable absence of genre-based instruction in community colleges and first-year university
writing programs, which applies not just to the curricula but also to the textbooks that are
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available for these courses. Likewise, as Horner & Tetreault (2017) and Sanchez Martin et al.
(2019) note, while translingual and multimodal instructional methods remain popular areas of
research, there remains a notable lack of application of these methods in classrooms at the novice
level as well. Since research shows that genre-based, translingual, and multimodal pedagogies
increase learning transfer by allowing students to engage in adaptive and dynamic transfer rather
than similarity transfer, it is clear that the integration of these pedagogies in L2 college
composition classes at the novice level would better prepare students to write in future
unpredictable and ever-changing 21stcentury contexts that often require students to navigate
multiple genres, languages, and modalities all at once (Canagarajah, 2006; Caplan, 2019; Ferris
& Hayes, 2019; Horner & Tetreault, 2011, 2017; Johns, 2008, 2011, 2019; Sanchez Martin et al.,
2019; Selfe, 2007, 2009; Shipka, 2011; Tardy, 2019).
It is for these reasons that I decided to create a resource guide for L2 college composition
instructors that provides an example of how to integrate genre-based, translingual, and
multimodal pedagogies in order to increase adaptive and dynamic learning transfer for novice L2
writers, defined as college-aged students whose mother tongue is not English and who will be
staying in the U.S. to continue their academic and professional careers on a long-term basis. The
resource guide, intended to be integrated into the existing curricula of L2 college composition
programs, is composed of a sample unit on social media profile genres that contains three lessons
total and is designed to be implemented over a five-week period. While the overall goal of the
guide is to give instructors ideas for how to increase adaptive and dynamic learning transfer for
students, the guide specifically provides instructors with examples of the following: first, how to
use genre-based instruction in order to prepare students to negotiate the multiple unknown and
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continually evolving genres they will encounter outside of the classroom; second, how to
implement translingual techniques in order to prepare students to navigate future multilingual
composing environments; and third, how to integrate multimodal techniques in order to prepare
students to be able to effectively communicate in future digital and multimodal writing contexts.
In sum, the guide ultimately shows the necessity of combining multiple different techniques that
promote adaptive and dynamic learning transfer in order to better prepare students for the
multi-genre, multilingual, and multimodal writing situations that are increasingly dominating
21st century communication networks.
Theoretical Framework
As the Elon Statement on Writing Transfer (2013) shows, over the past decade there has
been a renewed interest in learning transfer theory and its applications in both L1 and L2
composition instructional contexts. In the field of composition studies, the origin of this renewed
interest can be traced back to Perkins & Salomon (1988), who argued that, while most instructors
assume that learning transfer occurs automatically as a result of their pedagogy and curricula,
this is often not the case, claiming that instructors should instead apply “teach for transfer”
techniques in order to ensure that learning transfer takes place. Perkins & Salomon (1988)
distinguish between “low road transfer,” in which students learn habits and routines in the
classroom that are then reactivated when they are faced with similar contexts outside of the
classroom, and “high road transfer,” in which students must engage in more abstract and
reflective thought when seeking connections between contexts that appear to be very different.
Arguing for the use of a technique called “hugging” that can increase low road transfer by
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highlighting the resemblance between contexts as well as a technique called “bridging” that can
increase high road transfer by modeling processes of abstraction and making connections,
Perkins & Salomon (1988) conclude that most instructional contexts require the implementation
of a combination of these two techniques in order for learning transfer to be successful.
Since their pivotal article, researchers in the field of composition studies have
increasingly focused on this question of learning transfer and, more specifically, the way in
which student application of knowledge outside of the classroom changes depending on the
rhetorical situation of the particular context (Ferris & Hayes, 2019). Extending Perkins &
Salomon’s (1988) concepts of low and high road transfer, Barnett & Ceci (2002) distinguish
between “near transfer,” in which there are only a small number of differences between the
learning and target contexts, and “far transfer,” in which there are a significant number of
differences between these contexts. As Barnett & Ceci (2002) argue, in order for far transfer to
be successful, students must not only be able to recognize similarities and differences across
these contexts, but also engage in a decision-making process in which they decide which
elements of their previous knowledge are applicable to the new context and then are
subsequently able to apply these elements in the new setting. However, as Ferris & Hayes (2019)
note, other researchers have also argued that every kind of learning transfer in composition
constitutes far transfer, since writing is always subject to an indefinite amount of cultural,
environmental, and social influences that require students to learn to “write again” each time
they encounter a new context.
More recently, two theories of learning transfer have emerged that give a more detailed
account of how this process might unfold for L2 composition students in particular. First,
12
working within the field of composition studies, DePalma & Ringer (2011) developed a theory of
“adaptive transfer,” defined as the way in which L1 and L2 students do not just reuse past
knowledge to fit new contexts but engage in a “conscious or intuitive process of applying or
reshaping learned writing knowledge in new and potentially unfamiliar writing situations” (p.
141). Arguing that most research on learning transfer has focused on students’ reuse of prior
knowledge that depicts them as passive receptacles who take in and then consistently reapply this
knowledge, DePalma & Ringer (2011) claim that their theory of adaptive transfer instead defines
students as active agents who possess a variety of linguistic resources to draw upon in new
contexts, as they are both users and transformers of the knowledge they learn as well as the new
contexts that are in a continual process of change. Similar to DePalma & Ringer (2011) but
working within the field of educational psychology, Martin & Schwartz (2013) also recently
developed a theory of “dynamic transfer,” defined as a process in which students do not just
engage in similarity transfer that involves the recognition of similarities across contexts but,
rather, “coordinate multiple conceptual components, often through interaction with the
environment, to create an innovation” (p. 450). For Martin & Schwartz (2013), this process
involves an extended time of trial and error that requires repeated interactions between students
and the environment as well as continued negotiations and renegotiations of potential solutions.
In their application of this theory in L2 composition classes, Ferris & Hayes (2019) suggest that
genre-based instruction provides an example of how to implement dynamic transfer by, first,
framing the problem of a writing assignment (i.e. asking students to define the purpose and
audience), second, seeking out examples (i.e. asking students to analyze prior examples of the
genre), third, distributing materials that engage students in cognitive work (i.e. asking students to
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compose notes, outlines, etc.), and fourth, finding opportunities for students to attempt solutions
and receive feedback (i.e. asking students to compose drafts and conduct peer review) (p. 124).
Echoing DePalma & Ringer’s (2011) theory of adaptive transfer, in this way Martin &
Schwartz’s (2013) theory of dynamic transfer is another useful theoretical framework with which
to solve the problem of learning transfer in L2 college composition classes in particular.
Significance of the Project
As a resource guide that focuses on the question of how to increase learning transfer for
novice L2 composition students, this guide may be of interest to both instructors of L2
composition courses as well as administrators of L2 composition programs in both community
colleges and first-year university settings. The project is significant because it addresses the main
problem that lies at the heart of the communicative language teaching approach that informs
much of ESL pedagogy today: namely, how to ensure that students will be able to transfer the
skills that they learn in the classroom to meaningful future academic, professional, and personal
contexts outside of the classroom. Hymnes (1966) first coined the term “communicative
competence” to describe a language user’s knowledge not only of the linguistic elements of a
language but also of the socio-cultural elements of a language, or the knowledge of when and
how to use certain linguistic utterances in the most appropriate contexts. Arguing that in order to
become competent users of a language children must learn not only how to construct sentences
but also a set of possibilities for how these sentences might be used in specific social situations,
Hymnes (1972) claims that one cannot separate linguistic knowledge from sociocultural
knowledge in the language acquisition process. Influenced by Hymnes’ (1972) pivotal concept of
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communicative competence, the communicative language teaching approach has since become
the dominant mode of language instruction today, in which instructors emphasize the instruction
of communicative competence by designing classroom activities with specific communicative
purposes, emphasizing fluency over accuracy, and highlighting the way in which these social
conventions change over time so that students learn how to be flexible in their use of the target
language (Brown, 2014). In this sense, the question of how to increase learning transfer for
novice L2 composition students is also a question of how to increase their communicative
competence as well, ensuring that they acquire knowledge of the various culturally and socially
appropriate ways to use the target language in many different contexts, an awareness of the fluid
nature of these conventions, and a flexible disposition in their use of the target language that will
allow them to negotiate and adapt to new and unfamiliar circumstances. In our current 21st
century context in which there is an expanding number of multi-genre, multilingual, and
multimodal situations that our students will have to increasingly navigate and evolve with, this
question of how to enhance their communicative competence through the use of
teaching-for-transfer techniques could not be more urgent.
Definition of Terms
Learning transfer: The impact of learning in one context or with one set of materials on
performance in another context or with another set of materials (Perkins & Salomon, 1992).
Teaching-for-transfer techniques: Pedagogical practices that promote learning transfer (Elon
Statement on Writing Transfer, 2013).
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Similarity transfer: The transfer of knowledge across similar and familiar contexts (Ferris &
Hayes, 2019).
Adaptive transfer: The process of applying or reshaping knowledge in new and unfamiliar
writing situations (DePalma & Ringer, 2011).
Dynamic transfer: The coordination of multiple components of knowledge via repeated
interaction with the environment to create an innovation (Martin & Schwartz, 2013).
Low road transfer: The reactivation of learned habits and routines in similar contexts (Perkins
& Salomon, 1988).
High road transfer: The ability to engage in abstract thought and make connections between
contexts that appear to be very different (Perkins & Salomon, 1988).
Near transfer: The transfer of knowledge where there are only a small number of differences
between the learning and target contexts (Barnett & Ceci, 2002).
Far transfer: The transfer of knowledge where there are a significant number of differences
between the learning and target contexts (Barnett & Ceci, 2002).
Genre: A class of communicative events that are designed for a particular purpose and speech
community (Swales, 1990).
Genre-based writing instruction (GBWI): A pedagogical approach for L2 writing instruction
that aims to foster an understanding of the relationship between genres and their communicative
purposes or social functions (Johns, 2011).
Translingual pedagogy: A pedagogical approach for L1 and L2 writing instruction that aims to
redefine differences in and between languages not as barriers to overcome but as resources for
the production of meaning (Horner et al., 2011).
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Multimodal pedagogy: A pedagogical approach for L1 and L2 writing instruction that aims to
redefine texts as not just alphabetic but also composed of still and moving images, animations,
color, words, music, and sound (Selfe, 2007).
17
CHAPTER II
REVIEW OF THE LITERATURE
Introduction
While modes-based and essay-based writing assignments that are based in English
monolingualism and prioritize the singular modality of the written text might prepare students to
successfully complete their L2 composition courses and transfer their knowledge to other courses
that share similar assignments, research shows that this pedagogical framework is unsuccessful
when students attempt to transfer their knowledge to new and unfamiliar academic, professional,
and personal writing situations outside of the classroom (Canagarajah, 2006; Caplan, 2019;
Ferris & Hayes, 2019; Horner & Tetreault, 2011, 2017; Johns, 2008, 2011, 2019; Sanchez Martin
et al., 2019; Selfe, 2007, 2009; Shipka, 2011; Tardy, 2019). In addition, as these unknown future
writing contexts are constantly evolving in response to the ever-changing landscape of
21stcentury media and technology, research also shows that prioritizing these kinds of
assignments in L2 composition classrooms further fails to provide students with the knowledge
and skills they need to serve as users, transformers, and innovators of these increasingly hybrid
multi-genre, multilingual, and multimodal writing contexts as well (DePalma & Ringer, 2011;
Martin & Schwartz, 2013). The purpose of the following literature review is to show how
genre-based, translingual, and multimodal pedagogies serve as solutions to this problem by
increasing adaptive and dynamic learning transfer for L2 composition students. In order to do so,
this literature review is divided into the following three sub-categories or themes: first, we
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survey research that shows how genre-based L2 composition pedagogies increase adaptive and
dynamic learning transfer for students; second, we survey research that shows how translingual
L2 composition pedagogies also increase adaptive and dynamic learning transfer for students;
and third, we survey research that shows how multimodal L2 composition pedagogies further
increase adaptive and dynamic learning transfer for students. Taken together, this literature
review ultimately provides evidence for the need for a resource guide that offers instructors a
practical framework for how to implement genre-based, translingual, and multimodal pedagogies
in L2 composition classrooms and increase learning transfer for L2 students at the community
college and first-year university levels.
Learning Transfer in Genre-Based L2 Composition Pedagogies
In L2 composition studies, there has been renewed interest in the question of learning
transfer particularly among researchers and practitioners of genre-based writing instruction
(GBWI). Defining “genre” as “a class of communicative events” that is designed for a particular
purpose and speech community, instructors of GBWI often focus on tasks that increase genre
awareness and rhetorical flexibility among students so that they can navigate and apply their
knowledge in a myriad of future unknown contexts (Johns, 2008, 2011). In L2 composition
classes at the first-year university level, research reveals a current trend to reject modes and
essay-based assignments in favor of GBWI in order to make assignments more meaningful and
useful for students, allowing them to engage in adaptive and dynamic learning transfer that
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allows for the transference of knowledge across different contexts, rather than similarity transfer
that only allows for the transference of knowledge across similar contexts (Caplan, 2019; Ferris
& Hayes, 2019). While less prominent than at the university level, research reveals a similar
emergent trend in L2 composition classes at the community college level as well, where
practitioners of GBWI argue that it increases both genre-specific knowledge and metacognitive
genre awareness among students in order to increase their rhetorical flexibility outside of the
classroom, further emphasizing the advantages of allowing students to innovate and experiment
with genres rather than simply reproducing them (Tardy, 2019). As a result of this research,
learning transfer has become a primary justification for the implementation of GBWI in both
first-year university and community college classrooms.
Researchers of genre-based composition pedagogy who have paid the most attention to
the question of learning transfer are those who follow a GBWI approach. In the field of
composition studies, the term “genre,” as it is used in GBWI, was first introduced by Swales
(1990), who defined it as “a class of communicative events, the members of which share some
communicative purposes,” suggesting that genres possess specific social functions and rationales
for particular speech communities that determine their style and structure (p. 58). Since then, the
following three approaches to teaching genres have become popularized in L1 and L2
composition instructional contexts: the Sydney School approach, also known as the Systemic
Functional Linguistics approach, which views genres as defined by social and dynamic processes
and uses categories of key genres that are linked to these processes for practical L2 pedagogical
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purposes; the New Rhetoric School, which defines genres not as fixed and rigid entities but as
unstable, dynamic, and always evolving and focuses on the process of cultivating genre
awareness mostly among L1 students of the variable nature of genres; and the English for
Specific Purposes (ESP) approach, which emphasizes the different structural components of
genres and focuses on the analysis and production of specific academic and professional genres
for more advanced L2 writers (Johns, 2008, 2011). While Johns (2008, 2011) argues that all three
of these approaches do not adequately prepare students for the future unpredictable situations in
which they will need to apply their genre knowledge outside of the classroom, she nevertheless
argues that the New Rhetoric approach’s emphasis on the cultivation of genre awareness does
lead to an increase in learning transfer for novice L2 writers in particular. In her research, she
describes her on-going quest to develop a genre-based pedagogy that increases learning transfer
and, by extension, communicative competence, for L2 writers by providing students with
opportunities to enhance their genre awareness and practice analyzing, adapting, and negotiating
genres to fit different kinds of scenarios. Claiming that her ultimate goal is to develop a
pedagogy that allows students to develop the “rhetorical flexibility necessary for adapting
socio-cognitive genre knowledge to ever-evolving contexts” (p. 238), Johns (2008, 2011)
outlines some potential ways to increase genre awareness and rhetorical flexibility among
students, such as her own application of an interdisciplinary approach called the “Reading Your
Classes” sequence, in which the values and genres of an academic content-based class become
the research focus for her novice L2 composition class, as well as the English for Academic
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Purposes (EAP) practice of categorizing genres into macro-genres that allows genres to be taught
in context according to the values of each discipline while also providing a broader framework to
encourage rhetorical flexibility.
More recently, researchers in the field of L2 composition studies have used learning
transfer as a justification for the replacement of modes and essay-based writing assignments with
GBWI in novice L2 composition classes at the first-year university level. In the introduction to
the anthology Changing Practices for the L2 Writing Classroom: Moving Beyond the
Five-Paragraph Essay, Caplan (2019) argues that modes and essay-based writing assignments
focus on the structural and formal aspects of writing at the expense of the context and purpose,
tracing the origin of these kinds of assignments back to the post-World War II era when there
was an influx of students from more varied backgrounds into universities, foreshadowing the
influx of multilingual students a few decades later, that led to a standardization of the writing
process. Caplan (2019) advocates instead for a GBWI approach that allows students to transfer
their knowledge to different future writing situations by: first, making writing assignments
meaningful to students, such as asking students to write letters and emails that compare different
experiences rather than asking them to write an essay comparing themselves to their best friend;
second, organizing courses around genres instead of modes, such as asking students to write
restaurant reviews, online product descriptions, or real estate listings rather than asking students
to write descriptive essays; third, drawing attention to the purpose, audience, and context in
addition to the structure of the writing assignment through the use of inductive analysis of model
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texts and their variations; and fourth, questioning certain rules of writing such as hooks and
thesis statements that are not necessary in many kinds of writing. Likewise, in the same
anthology, Ferris & Hayes (2019) argue that modes and essay-based writing assignments prepare
students for similarity transfer that allows students to transfer their knowledge across similar
contexts, but fail to prepare students for other kinds of learning transfer, such as dynamic
transfer, in which students must transfer their knowledge across different contexts. In its place,
the authors argue that instructors should emphasize transferable principles, such as the idea that
successful writing is purpose-driven, focused, contains internal organization, and is economical
and well-edited, as well as transferable processes, such as understanding the task, investigating
the genre, considering the target audience, generating content, and studying models. According
to Ferris & Hayes (2019), by facilitating dynamic rather than similarity transfer, this focus on
transferable principles and practices rather than modes and essay-based writing assignments
enables students to better adapt to future writing situations.
In addition to first-year university level L2 composition classes, researchers have also
recently used learning transfer as a justification for the implementation of GBWI in community
college L2 composition classes as well. In her recent guide Genre-Based Writing Instruction:
What Every ESL Teacher Needs to Know, Tardy (2019) argues that the development of genre
awareness among students, which includes metacognitive knowledge of specific genres as well
as of how genres work, is central to their ability to transfer their learning to future situations
outside of the classroom, stating that genre awareness is important because it helps students
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“approach unfamiliar genres or familiar genres in new rhetorical situations” (p. 15). Echoing
Johns (2008, 2011) argument, Tardy (2019) claims that building both genre-specific knowledge
and metacognitive genre awareness among students increases their rhetorical flexibility when
faced with future unknown writing scenarios. She outlines the following principles of GBWI for
L2 composition courses in community college settings: first, that writing is flexible, purposeful,
and linked to social contexts; second, that students should read, write, and become familiar with
genres that are relevant to them; third, that genre awareness can increase knowledge of generic
conventions among students; fourth, that genre awareness should be student-driven and often
consists of genre analysis tasks; and fifth, that scaffolding can help simplify the complexity of
genre tasks for students. Moreover, Tardy (2019) proposes task designs that proceed according to
the following six steps: first, selecting the genre(s); second, sequencing and scaffolding tasks;
third, choosing model texts; fourth, keeping the tasks student-driven; fifth, contextualizing the
tasks; and sixth, asking students produce their own genres in a way that also allows for generic
innovation and experimentation. For example, following an analysis of the common rhetorical
moves, the linguistic features, the design, and the content or subject matter of a particular genre,
she argues that instructors should encourage students to not simply reproduce these specific
characteristics of a genre but also provide space for students to innovate and play with genres,
notto emphasize difference at the exclusion of conventions but to use difference as a tool to
explore and increase awareness of conventions among students who will have to navigate a
myriad of unknown future writing scenarios.
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As we have seen, there is evidence of a pervasive trend in research towards rejecting
modes and essay-based assignments in favor of GBWI in L2 composition classes at both the
first-year university and community college levels. Across practitioners and researchers of
GBWI, this trend is rooted in the idea that GBWI, through the cultivation of genre awareness,
experimentation, and innovation among students, increases their rhetorical flexibility and
prepares them to succeed not just inside of the classroom but in the many different kinds of
future unknown writing scenarios they might encounter outside of the classroom as well (Johns,
2008, 2011; Caplan, 2019; Ferris & Hayes, 2019; Tardy, 2019). However, despite this recent
trend in research, there is still a consensus among researchers that modes and essay-based
assignments remain the dominant pedagogy in most programs and institutions today, and that
further research on this question of learning transfer and GBWI needs to be done (Caplan, 2019;
Ferris & Hayes, 2019; Johns, 2019).
Learning Transfer in Translingual L2 Composition Pedagogies
While less research has been done on the connection between learning transfer and
translingualism than on the connection between learning transfer and GBWI, researchers in L2
composition studies have nevertheless also highlighted affinities between translingual
pedagogies and adaptive and dynamic learning transfer as well. Defining “translingualism” as an
approach to L2 composition instruction that “sees difference in language not as a barrier to
overcome or as a problem to manage, but as a resource for producing meaning,” practitioners of
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translingualism call for new L1 and L2 writing pedagogies that cultivate a critical awareness of
the differences that exist within and across languages among students as well as an active
rejection of the idea that students should conform to fixed English monolingual standards,
focusing instead on the way in which new situations of language use call for various practices
that activate a range language resources among students (Horner et al., 2011, p. 303). Though
translingual pedagogies have remained controversial in the field of L2 composition studies due
to the belief that they might confuse novice L2 writers who are struggling to master the basic
standards of English grammar and writing, research shows that the incorporation of certain
translingual pedagogies in the classroom, such as the translanguaging practices of shuttling and
codemeshing as well as translingual approaches to error correction, provides evidence of
adaptive and dynamic learning transfer for students (Canagarajah, 2006, 2011, 2013;
Sanchez-Martin, 2016; Leonard & Nowacek, 2016). Nevertheless, despite this research that
reveals a clear connection between learning transfer and translingual pedagogies, there remains a
gap between the increasing application of these practices in first-year university writing
programs and their lack of application in community college settings, where translingual
pedagogies are often rejected in favor of more traditional pedagogies that rely on standardized
English instruction (Malcolm, 2017).
The question of learning transfer in relation to translingualism can be traced back to an
earlier incarnation of the concept as “translanguaging,” an idea that first emerged in the field of
bilingual education and for which learning transfer serves as an implicit but pivotal justification.
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Defined as an ability that multilingual students perform in their everyday communicative
practices in which they “integrate languages and modalities in their learning to enhance it,”
Garcia (2009) describes how translanguaging practices promote adaptive and dynamic learning
transfer, since students must continually adjust their multiple ancestral and former language
practices to new situations and re-constitute them for different purposes and functions
(Canagarajah, 2011, pp. 401-402). Although some researchers argue that translanguaging
describes a phenomenon that already occurs automatically for multilingual students, Canagarajah
(2011) advocates for the conscious implementation of translanguaging pedagogies that
“pluralize” the academic text particularly for students in L2 composition classrooms, while also
cautioning that instructors should find ways to bring alternative codes and discourses into the
classroom and still teach academic conventions at the same time. Arguing that multilingual
students possess a natural ability to actively negotiate between different possibilities within
languages that is not present in monolingual students, he argues for an instructional approach that
familiarizes L2 students not with a single target language or a specific literacy community but
with a vast range of different codes and discourses, allowing them to practice “shuttling” back
and forth between different literacy communities and further develop their capacity for
negotiation (Canagarajah, 2006, 2013). Since, according to this approach, instruction is based on
the promotion of strategies that help students identify and negotiate between the norms of
different contexts, errors in student writing are not viewed as mistakes or departures from the
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dominant discourse but as attempts by students to explore different rhetorical possibilities
(Canagarajah, 2006, 2013).
In addition to this practice of shuttling, researchers have recently argued that the practice
of codemeshing, also serves as evidence that translingual pedagogy increases learning transfer
for L2 students on the university level. Defining “codemeshing” as the “negotiation of languages
and modes of communication in writing,” Sanchez-Martin (2016) argues that the unavoidable
influence of the L1 of multilingual students on their L2 writing processes already exemplifies
DePalma and Ringer’s (2011) theory of adaptive learning transfer, in which they repurpose their
previous knowledge of their L1 to fit new and unfamiliar L2 writing tasks. As a result, rather
than attempting to erase the influence of the L1 on L2 student writing, she echoes Canagarajah’s
(2006, 2013) argument that instructors should instead use translingual practices in order to
further enhance this adaptive learning transfer that is already taking place (Sanchez-Martin,
2016). Citing examples from Canagarajah’s (2011) codemeshing literacy narrative writing
assignments that he assigned in a graduate level writing class, she shows how integrating
codemeshing practices in the classroom allows students to not only move from writing in one
language to writing in “translanguages” (or “codemeshes”), but also how these practices allow
students to move beyond writing in a singular modality with the incorporation of visual symbols
as well. In addition to the promotion of codemeshing practices in student writing assignments,
Sanchez-Martin (2016) suggests other codemeshing strategies that can be implemented in L2
composition classrooms as well, such as asking students to produce a literacy portfolio with
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examples of different kinds of writing that contain a wide array of linguistic varieties or asking
students to create concept maps that allow them to compare and contrast their previous writing
and language experiences with new ones learned in class.
Researchers have further argued that translingual approaches to error correction also
show how translingualism promotes learning transfer among L2 students on the university level
as well. As we have seen in Canagarajah’s (2006, 2011, 2013) pedagogies of shuttling and
codemeshing that emphasize negotiation and experimentation over grammatical accuracy,
translingual pedagogy involves the cultivation of a critical awareness of differences that exist
within and across languages and a rejection of the idea that deviations from standardized
conventions are errors, redefining these conventions not as rigid entities but instead as “historical
codifications of language that inevitably change through dynamic processes of use” (Horner et
al., 2011, p. 305). According to Leonard & Nowacek (2016), this re-conception of linguistic
differences in writing not as errors but as potential resources for the production of meaning that
lies at the heart of translingual pedagogy has the potential to revolutionize how we understand
failures in learning transfer as well. Defining learning transfer as the ability to apply and employ
knowledge and skills from a previous experience in subsequent contexts, they argue that learning
transfer and translingual pedagogy share a key affinity in that they both consist of
communicative practices that are processes of active negotiation and thus have the potential to
mutually inform one another. On the one hand, they argue that the application of a translingual
approach to transfer pedagogy allows instructors to become more aware of the power dynamics
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at play in transfer as well as reconceive of what counts as transfer failure, since a translingual
approach suggests that these failures might not be errors but instead evidence of a student’s
active negotiation between different rhetorical possibilities in their attempt to transfer their
knowledge to new contexts. On the other hand, they argue that the application of a transfer
approach to translingual pedagogy provides instructors with more practical research
methodologies that are often absent in research on translingualism. However, Leonard &
Nowacek (2016) conclude that this is just the beginning of more research that needs to be done
on the relationship between learning transfer and translingualism.
As we have seen, an increasing amount of research has begun to investigate the
relationship between learning transfer and translingual pedagogies in L2 composition classes at
the first-year university level. Despite the controversy that translingual approaches might
actively impede the progress of students who are attempting to master basic English grammar
and writing skills for the first time, research shows that translingual pedagogies such as shuttling,
codemeshing, and alternative error correction practices enhance both adaptive and dynamic
learning transfer for L2 students (Canagarajah, 2006, 2011, 2013; Sanchez-Martin, 2016;
Leonard & Nowacek, 2016). However, in contrast to the research on learning transfer and
GBWI, most of the research on learning transfer and translingual pedagogies has focused on L2
students in first-year writing programs, suggesting a lack of research on this topic and
subsequent application of these pedagogies in community college settings. Moreover, even
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among the researchers of learning transfer and translingualism at the university level, there is
still consensus that more research on this topic needs to be done (Leonard & Nowacek, 2016).
Learning Transfer in Multimodal L2 Composition Pedagogies
In addition to genre-based and translingual pedagogies, researchers have also recently
used the concepts of adaptive and dynamic learning transfer as a justification for the
implementation of multimodal pedagogies in L2 composition classes at the first-year university
level as well. Defining multimodal texts as “texts that exceed the alphabetic and may include still
and moving images, animations, color, words, music, and sound” (Selfe, 2007), in an interview
Selfe argues that the globalized, digital composing environments of the 21st century require
multimodal pedagogies that allow students to acquire knowledge in the classroom that transfers
across boundaries of different languages, cultures, and modes (Bailie, 2010). Echoing this idea,
research shows that multimodal pedagogies are key to bridging the gap between composition
practices inside of the classroom and the digital and multimodal environments that students are
increasingly communicating in outside of the classroom (Selfe, 2009; Shipka, 2011). Moreover,
research further reveals a key affinity between translingual and multimodal (or “transmodal”)
pedagogies in that both attempt to bridge this gap, allowing students to develop the ability to
more easily navigate the diverse communicative contexts outside of the classroom that are
increasingly defined by multiple different languages and modes through the use of pedagogies
such as  Pedagogical History Activity Theory (P-CHAT) and digital remixing assignments
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(Horner et al., 2015; Sanchez-Martin et al., 2019). Additionally, other researchers argue that
genre-based multimodal pedagogies equip students with the knowledge they need to negotiate
and participate in the creation of emerging multimodal genres as well (Bowen & Whithause,
2013). However, while this research reveals a clear connection between adaptive and dynamic
learning transfer and multimodal pedagogies, as with translingual pedagogies there nevertheless
remains a significant gap between the implementation of multimodal pedagogies in L2
composition classes at the first-year university and community college levels since, as
Sanchez-Martin et al. (2019) argue, instructors often assume that multimodal pedagogies, and
digital composition practices in particular, require more advanced composition skills than novice
L2 students possess.
The question of the relationship between learning transfer and multimodal pedagogies in
L2 composition classrooms can be traced back to scholarship on multimodality in composition
studies that became increasingly common in the first decade of the 21stcentury. Following in the
steps of other researchers who were investigating multimodality as a new way of teaching
composition on the university level at this time, in a pivotal article Selfe (2009) argues that the
privileging of written text over aurality (or sound) in traditional composition pedagogy deprives
students of a valuable multimodal resource for producing meaning. According to Selfe (2009),
placing an equal emphasis on both writing and aurality in composition courses allows students to
more easily navigate 21stcentury environments that are increasingly defined by multidimensional
forms of communication as well as restore their rhetorical agency and sovereignty in the context
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of traditional pedagogy that has implicitly called this agency into question with its focus on the
written text. Extending this idea to other multimodal practices, Shipka (2011) argues that, while
communication has always been multimodal, the increasing prevalence of newly created
multimodal and new media texts that students are encountering and expected to be familiar with
in their everyday lives creates an imperative for composition instructors to adapt to this need in
the classroom. Claiming that previous research on multimodal pedagogy has focused on teaching
students how to produce multimodal texts that are of similar types, she advocates instead for the
implementation of a pedagogical framework that focuses on teaching students how to produce
and navigate between a broader range of text types using process-based activities that, like those
found in GBWI, increase students’ metacognitive awareness of their different rhetorical moves
and accompanying purposes. However, Shipka (2011) also cautions that, since her students often
produce multimodal texts that on the surface appear to be far removed from traditional
conceptions of academic texts, it remains crucial for instructors to be able to articulate and be
cognizant of the features and moves of more traditional academic texts that are being
implemented in multimodal assignments.
More recently, researchers have cited learning transfer as a shared feature of both
translingual and multimodal (or “transmodal”) pedagogies in L2 composition classrooms as well.
Horner et al. (2015) argue that both translingual and multimodal pedagogies share the common
foundation of resisting ideologies that are based on the norm of a single, standardized language
or mode, highlighting other features of communication that are left out of these ideologies in the
33
process. In their research, they claim that the emergence of new digital communication
technologies and global communicative networks have forced this re-evaluation of these singular
language-based and mode-based ideologies, advocating instead for composition pedagogies that
demonstrate the translingual and multimodal resources that students already use in their work
both inside and outside of traditional academic settings. Likewise, Sanchez-Martin et al. (2019)
highlight the need for new digital composition pedagogies that combine translingual and
multimodal practices in order to bridge this gap between students’ communicative experiences
inside and outside of the classroom as well. Claiming that students must draw upon a variety of
digital composing practices in order to effectively navigate and communicate in new media
landscapes such as multimodal writing assignments in academic settings and social media
platforms in non-academic settings, they advocate for the use of Pedagogical Cultural History
Activity Theory (P-CHAT), in which students are asked to investigate their own literacy
activities in multiple different settings that include contexts beyond the academy, as well as
translingual digital remix assignments, in which students are asked to repurpose and transform
already-existing materials into new digital texts for new contexts. Sanchez-Martin et al. (2019)
conclude that instructors need to be flexible in their use of these pedagogies due to the shifting
and ever-changing nature of current communicative contexts, allowing students to choose which
of their own communicative practices they would like to develop while also raising awareness of
the multiple different composition practices that are available to them in these new media
landscapes.
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Researchers have also recently used learning transfer as a justification for the
development of multimodal pedagogies that allow students to participate in the creation of
emerging multimodal genres in L1 and L2 composition classes as well. According to Bowen &
Whithause (2013), the new 21stcentury digital communication technologies and global
communicative networks that Horner et al. (2015) claim are forcing a re-evaluation of singular
language and mode-based ideologies in the classroom have also led to a new ethos of generic
experimentation and innovation in the classroom as well, where students are already engaging in
multimodal practices and creating new multimodal genres without any guidance from instructors.
In this sense, the authors suggest that the multimodal practices and genres that are emerging
outside and inside of the classroom are mutually informing one another, constituting a symbiotic
relationship in which both are contributing to the emergence of new multidimensional texts.
Advocating for pedagogies that increase students’ awareness of how readers experience different
multimodal texts and how these experiences are formed by their prior expectations and
knowledge of other genres, Bowen & Whithause (2013) argue that it is important to integrate
genre-based pedagogies with multimodal pedagogies because identifying a text as a genre
provides an interpretive framework for students that allows them to see genres as fluid constructs
that are influenced by changing social contexts, increasing their ability to compose across
multiple different modes and genres at the same time. Nevertheless, the authors are careful to
note the difference between text-tools and new media forms on the one hand and the
transformation of these text-tools and new media forms into genres on the other hand, such as
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social media websites that began as social networks and then later on led to new ways of writing
and new social practices that extended beyond their initial purpose. Arguing that students have
already been engaged in the process of breaking rules, testing boundaries, and experimentation
that is inherent in multimodal composition practices since the first decade of the 21stcentury, they
conclude that it is not a question of whether composition instructors should or should not
incorporate multimodal pedagogies in their classes, but, rather, how instructors can best respond
to this shift that is already occurring both inside and outside of the classroom.
As we have seen, research shows a long-standing interest in the question of learning
transfer and multimodal pedagogies since the first decade of the 21stcentury (Selfe, 2009; Shipka,
2011). While some researchers argue that multimodal pedagogies are a necessary response to the
new digital communication technologies and global communicative networks that are becoming
increasingly prevalent outside of the classroom, other researchers argue that students are already
responding to these new communicative practices by experimenting with and creating new
multimodal texts and genres inside of the classroom on their own accord (Shipka, 2011; Bowen
& Whithause, 2013). Additionally, recent research has also focused on the connection between
translingual and multimodal pedagogies, highlighting the way in which both pedagogies allow
students to bridge the gap between what they learn inside of the classroom and their application
of this knowledge outside of the classroom through the use of pedagogies such as P-CHAT and
digital remixing assignments (Horner et al., 2015; Sanchez-Martin et al., 2019). However,
similar to research on learning transfer and translingual pedagogies, most of the research on
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learning transfer and multimodal pedagogies has focused on L1 and L2 students in first-year
writing programs, suggesting that more research needs to be done on this topic in community
college settings (Sanchez-Martin et al., 2019).
Summary
In surveying research that highlights the connection between learning transfer and
genre-based, translingual, and multimodal pedagogies, this literature review provides evidence to
support the claim that genre-based, translingual, and multimodal pedagogies increase dynamic
and adaptive learning transfer for L2 composition students at the first-year university and
community college levels. In terms of the connection between learning transfer and genre-based
pedagogies, practitioners of GBWI frequently use learning transfer as a justification for the
implementation of a GBWI approach to teaching composition, arguing that GBWI not only
equips students with the genre awareness and rhetorical flexibility that is necessary to transfer
their knowledge to future unknown contexts outside of the classroom, but also that GBWI allows
students to innovate and experiment with genres rather than simply reproducing them as well
(Johns, 2008, 2011; Caplan, 2019; Ferris & Hayes, 2019; Tardy, 2019). Likewise, in terms of the
connection between learning transfer and translingual pedagogies, research shows that the
translingual and translanguaging practices of shuttling, codemeshing, and error correction reveal
the way in which L2 students are already engaged in practices of adaptive and dynamic learning
transfer that can be further enhanced by the implementation of these translingual pedagogies in
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the classroom (Canagarajah, 2006, 2011, 2013; Sanchez-Martin, 2016; Leonard & Nowacek,
2016). Finally, in terms of the connection between learning transfer and multimodal pedagogies,
research shows that, similar to translingual pedagogies, multimodal pedagogies, such as
P-CHAT, digital remixing assignments, and genre-based multimodal assignments, bridge the gap
between the new digital technologies and global communicative networks that students are
encountering outside of the classroom and their writing practices inside of the classroom, further
enhancing a process that some researchers argue students are already performing on their own
accord (Selfe, 2009; Shipka, 2011; Horner et al., 2015; Sanchez-Martin et al., 2019; Bowen &
Whithause, 2013). In sum, this literature review not only supports the claim that genre-based,
translingual, and multimodal pedagogies facilitate adaptive and dynamic learning transfer for
students, but also provides evidence for the need of a resource guide that offers instructors a
practical framework for how to implement these pedagogies in L2 composition classrooms at the
community college and first-year university levels, increasing student learning transfer and




THE PROJECT AND ITS DEVELOPMENT
Brief Description of the Project
The following resource guide consists of a sample unit, entitled “Social Media Profile
Genres: The LinkedIn Profile,” that incorporates genre-based, translingual, and multimodal
pedagogies into L2 college writing instruction in order to increase adaptive and dynamic learning
transfer for students. Designed to be implemented over a five-week period, the unit consists of
three lessons that each build on each other with three interrelated assignments that constitute the
students’ final portfolio project. In the first lesson, entitled “Literacy & Discourse
Communities,” students are provided with a foundation for genre analysis and production by
learning about different kinds of literacies and discourse communities in order to identify and
write a description of one of their own professional discourse communities. Following this
foundation, in the second lesson, entitled “Genre Production & Analysis,” students learn how to
analyze the rhetorical situations, the rhetorical moves, and other features of social media profile
genres in order to produce their own LinkedIn profile that corresponds to their previously
identified professional discourse community. Finally, in the third lesson, entitled “Genre
Innovation & Experimentation,” students learn how to innovate and experiment with social
media profile genres in order to produce a remixed version of their LinkedIn profile that they
created in the previous lesson. While the unit follows a traditional genre-based instructional
approach that starts out by building genre awareness and ends with genre production, the unit
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also incorporates more novel pedagogies such as genre innovation and experimentation,
translingual pedagogies, and multimodal pedagogies that further promote adaptive and dynamic
learning transfer as well.
Since the ability to transfer knowledge across different genres, languages, and modes lies
at the heart of adaptive and dynamic learning transfer, this unit promotes learning transfer in
multiple senses of the term. First, by basing the unit on the genre of social media profiles that
many students are already familiar with, beginning each lesson by drawing upon students’ prior
knowledge of the genre, and using an inductive approach to introduce new concepts and
material, this unit encourages what Shepherd (2018) has identified as an important but often
overlooked aspect of learning transfer: namely, the transferability of students’ prior knowledge
from outside of the classroom to classroom settings. Additionally, by ending the unit with a
lesson on genre innovation and experimentation that asks students to remix their final
assignment, this unit also promotes learning transfer across different genres as well. Furthermore,
by highlighting the role of the different languages used in discourse communities and genres,
using examples of assignments that contain code-meshing or a hybrid use of more than one
language, and incorporating translingual error correction practices, this unit enhances the ability
of students to transfer their knowledge and skills across multiple languages. Finally, by exposing
students to both print-based and multimodal examples of their assignments and providing lesson
extension ideas that ask students to remix their final assignments into audio or video formats, this
unit further promotes what DePalma & Alexander (2015) identify as perhaps the most
41
challenging aspect of multimodal composition, which is the ability of students to transfer their
knowledge and skills across different modes. In promoting these multiple aspects of learning
transfer across different genres, languages, and modes, this unit ultimately provides instructors
with a myriad of tools and techniques in order to facilitate adaptive and dynamic learning
transfer for a variety of different pedagogical purposes and audiences.
Development of the Project
While this project was originally based in an interest in exploring the connection between
genre-based writing instruction and adaptive and dynamic learning transfer, it quickly grew to
include other pedagogies, such as translingual and multimodal pedagogies, that might further
enable this kind of learning transfer as well. The resulting complexity of the project is in part due
to the nature of the topic itself: since adaptive and dynamic learning transfer involves the ability
of students to navigate and apply their knowledge in a myriad of future unknown writing
scenarios, it would be a mistake to limit the scope of this project to a single pedagogy or
technique. Rather, the best approach to facilitate this kind of open-ended learning transfer is an
eclectic one, since combining a variety of different pedagogies not only further enhances the
adaptive and dynamic learning transfer that each promote on their own, but also exposes students
to more of a variety of writing contexts they might encounter in their future personal, academic,
and professional lives. Although the complexity of the topic made it a challenging project to
undertake during a single semester-long course, I remained committed to finding a way to
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incorporate the different genre-based, translingual, and multimodal pedagogies into the project
while also keeping the project limited in scope and realistic for its narrow timeframe. The result
of my efforts to combine these pedagogies was to create a unit that centered around the
genre-based instruction of a digital, multimodal genre using certain novel techniques, such as the
instruction of genre innovation and experimentation in addition to genre analysis and production
in order to encourage students to make connections across different genres, the incorporation of
hybrid language-use and translingual pedagogies in order to encourage students to make
connections across different languages, and the inclusion of multimodal compositions and
pedagogies in order to encourage students to make connections across different modes. As a
result, the eclectic nature of the following project reflects the similarly multifaceted nature of the
world our students will need to apply their knowledge and skills in when they leave our
classrooms, preparing them for future contexts whose own conventions are undergoing continual





Facilitating student learning transfer to future personal, academic, and professional
contexts outside of the classroom is frequently cited as the main objective of L2 college writing
instruction. This is also the goal of the communicative language teaching approach that has
become the dominant mode of language instruction today, in which pedagogy and curricula are
designed to increase students’ communicative competence by encouraging the application of
language skills in relevant and meaningful contexts. However, despite the stated importance of
learning transfer for students, there remains a large gap between the research on this topic and
the implementation of this research in L2 composition classes at the community college and
first-year university levels. More specifically, while research shows that implementing
teaching-for-transfer techniques based in theories of dynamic and adaptive transfer best prepare
students to navigate new and unfamiliar writing situations, most L2 college composition
instructors either teach techniques that are based in similarity transfer or assume that learning
transfer will happen automatically without specific interventions. Moreover, research has further
identified three common features of L2 college composition instruction that actively hinder the
implementation of adaptive and dynamic transfer in the classroom as well: first, the fact that L2
composition is still mainly taught using a modes-based or essay-based approach that separates
writing assignments from their rhetorical situations and audiences; second, the fact that L2
composition instruction remains embedded in English monolingualist ideology that prioritizes
the conventions of Standard Written English; and third, the fact that L2 composition instruction
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continues to prioritize the singular modality of the written text, despite the increasingly common
digital and multimodal composing environments students currently face outside of the classroom.
In response to this problem, this project shows how genre-based, translingual, and
multimodal pedagogies can be used to facilitate adaptive and dynamic learning transfer in L2
college composition classrooms by equipping students with the flexible and adaptable skills they
need to thrive in a variety of future unknown writing scenarios. First, the project presents
genre-based writing instruction techniques, including techniques designed to promote genre
innovation and experimentation, that prepare students to write in a variety of different contexts
by increasing their genre awareness and rhetorical flexibility. Second, the project also includes
translingual writing techniques, such as codemeshing and translingual error correction practices,
that prepare students for the many multilingual writing situations they are likely to encounter in
future personal, academic, and professional situations. Finally, the project highlights multimodal
writing techniques that prepare students for the many different digital and multimodal writing
situations that are increasingly dominating 21st century communication networks. While research
shows that each of these techniques is capable of promoting adaptive and dynamic learning
transfer on their own, this project also reveals the way in which an eclectic approach that
combines multiple different pedagogies is perhaps the most effective way to promote this kind of
learning transfer due to the equally eclectic nature of the diverse writing situations students
encounter outside of the classroom. In this sense, one of the main goals of this project is also to
show the value of combining multiple different approaches in L2 composition instruction in




While this project is a start in addressing this problem of learning transfer in L2 college
composition classes, due to the limited scope and time constraints of the project, there remains
much more to be done. First, this project could be extended from its current focus on the
macro-genre of social media profiles and the micro-genre of the LinkedIn profile to include other
examples of the genre and other modes as well, such as other kinds of social media profiles or
other digital and multimodal forms of this genre like website or video profiles. This extended
focus on different forms and modes of the social media profile genre would give students more
practice shifting back and forth between different micro-genres and modes, further promoting
adaptive and dynamic learning transfer in the process. Second, since this project includes only a
limited number of translingual practices due to the project’s time constraints, the translingual
pedagogies could also be expanded upon as well, such as incorporating more activities that allow
students to practice code-meshing or hybrid language-use in their production and innovation of
different genres. Finally, this project could further be extended to include more of an analysis and
comparison of social media profile genres with other print-based profile genres, such as
traditional autobiographies or memoirs, which would allow students to deepen their
understanding of the connections between print-based and digital, multimodal genres and
increase their ability to move between these different genres and modes.
Although there is a lot of research that has been done on adaptive and dynamic learning
transfer in the field of L2 composition studies, future research could be improved upon as well.
Since a central feature that continued to come up in the research for this project was the gap
between the research on learning transfer in L2 college composition and the lack of
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implementation of this research in classrooms, future research should focus less on theory and
more on practice, exploring the various ways that adaptive and dynamic learning transfer can be
directly applied in classroom settings rather than focusing on different theoretical frameworks to
describe the phenomenon. Likewise, while it is difficult to measure adaptive and dynamic
learning transfer due to the fact that its success depends on student application of their
knowledge in future unknown scenarios outside of the classroom, researchers should try to find
ways to measure these processes using quantitative in addition to qualitative studies. These
studies might start with a group of students in an L2 composition class who are exposed to
teaching-for-transfer techniques like the ones described in this project and then track these
students as they move to future classroom and professional contexts, measuring their ability to
repurpose and innovate their previous knowledge and adapt it to different scenarios in the
process. Additionally, since most of the research on learning transfer in L2 composition has been
done at the university level, future research should also focus more on the question of how to
ensure that adaptive and dynamic learning transfer takes place specifically for L2 community
college students in particular. Due to the relevance of the topic and the many areas of study that
remain to be researched, adaptive and dynamic learning transfer will remain a critical topic for
researchers in the field of L2 composition studies to continue to explore for years to come.
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• Apply	 their	 knowledge	 of	 literacy	 and	 discourse	 communities	 in	 order	 to	 identify	
examples	 of	 different	 literacies	 and	discourse	 communities	 in	 their	 own	personal	 and	





































































people	 use	 social	 media	 platforms	 to	 connect	 with	 friends,	
family,	 and	 colleagues,	 to	 find	 a	 job,	 to	 find	 a	 romantic	
partner,	 etc.,	 people	 use	 social	 media	 profiles	 to	 present	

































































look	 more	 closely	 at	 different	 kinds	 of	 literacies.	 Placing	
students	 in	 small	 groups,	 distribute	 4	 Facebook	&	 LinkedIn	
profiles	 (ex.	 Christian	 Ronaldo,	 Selena	 Gomez,	 Bill	 Gates,	
Oprah	 Winfrey,	 etc.)	 and	 4	 strips	 of	 paper	 with	 different	
literacies	on	 them	 (ex.	 sports	 literacy,	music	 literacy,	digital	
literacy,	media	literacy,	etc.)	(See	“Materials”	section).	
	
Ask	 each	 group	 to	 read	 the	 profiles	 and	 use	 paper	 clips	 to	
match	each	literacy	to	each	profile.	Then,	ask	each	group	to	





to	 the	 board	 and	 post	 the	 matching	 literacies	 under	 each	
profile.	 Then,	 ask	 students	 to	 share	 their	matches	 and	 the	
literacies	that	they	added	(and	why)	with	the	class.	
	
Brainstorm:	 As	 a	 whole	 group,	 show	 the	 Facebook	 profile	





2)	 In	 your	 opinion,	 which	 literacies	 do	 members	 of	 these	
communities	share?	
	
Write	 their	 answers	 to	#1	 (ex.	 the	business	 community,	 the	




Pair	 Activity:	 Placing	 students	 in	 pairs,	 re-distribute	 the	 4	
profiles	(now	linked	with	their	specific	literacies)	and	4	strips	
of	 paper	 with	 fill-in-the-blanks	 on	 them	 (See	 “Materials”	
section).			
	
















































lists	 of	 communities	 &	 languages,	 and	 then	 verify	 their	
matches	with	the	other	pair.	
	
Ask	 a	 few	 groups	 to	 share	 their	 responses	 with	 the	 class,	












2)	 What	 do	 you	 think	 are	 some	 examples	 of	 discourse	
communities?	
	
Write	 their	 answers	 to	 #1	 (ex.	 a	 community	 that	 writes	 or	
speaks	 the	 same	 way,	 a	 community	 that	 shares	 the	 same	
communication	practices,	a	community	that	shares	the	same	


























































Reading:	Explain	 that	 they	will	 now	 individually	 read	a	 text	
about	 discourse	 communities	 in	 three	 steps	 and	 distribute	














































































Ask	 students	 to	 return	 to	 their	 previous	 questions	 about	

































Pair	 Activity:	 Placing	 students	 in	 pairs,	 distribute	 two	
examples	 of	 professional	 discourse	 community	 descriptions	
and	the	accompanying	handout	(See	“Materials”	section).		
	
Ask	 students	 to	 read	 and	 annotate	 the	 two	 examples	with	
their	 partner	 and	 then	 fill	 out	 the	 handout,	 identifying	
possible	 purposes	 and	 different	 components	 of	 each	
description.	
	
When	 finished,	 project	 the	 examples	 on	 the	board	 and	 ask	





































Finally,	 ask	 students	 which	 example	 they	 prefer	 and	 why,	















Solo	 Activity:	 Ask	 students	 to	 verify	 their	 professional	
discourse	community	with	 the	 teacher.	Then,	distribute	 the	







When	 finished,	 ask	 students	 to	 share	 their	 outline	 with	 a	












try	 to	 identify	 the	 specific	 discourse	 community	 that	 each	































Present:	Explain	 to	students	 that	 they	will	now	write	a	 first	




































annotate	 their	 partner’s	 professional	 discourse	 community	
description	based	on	 the	 rubric	and	 then	 fill	out	 the	 rubric,	
identifying	the	presence	or	absence	of	different	components	
and	 adding	 suggestions	 for	 revision.	 When	 finished,	 ask	





































handout,	 reflecting	 on	 what	 they	 have	 learned	 and	 their	

















• Ask	 students	 to	 conduct	 an	 interview	 with	 a	 member	 (or	 members)	 of	 their	 chosen	





• Ask	 students	 to	 compare	 and	 contrast	 audio	 or	 video	 descriptions	 of	 discourse	
communities	with	written	descriptions	of	discourse	communities,	then	ask	students	to	
produce	an	audio	or	video	description	of	their	professional	discourse	community	
• Ask	students	 to	compare	and	contrast	descriptions	of	discourse	communities	 that	use	
























































































































































































order	 for	 the	 community	 to	 exist	 and	 continue.	When	 there	 are	 no	 longer	 enough	 experts	 to	
inform	novices	or	not	enough	novices	to	learn,	the	community	will	cease	to	exist.		
	
With	 these	 characteristics	 in	 mind,	 it	 is	 obvious	 that	 all	 major	 fields	 of	 study	 are	 discourse	
communities.	 Our	 class	 also	 forms	 a	 discourse	 community.	 The	 people	 at	 your	 place	 of	
employment,	 your	 circle	 of	 friends,	 your	 family,	 and	many	 other	 groups	 to	which	 you	 belong	
constitute	discourse	communities.	What	discourse	communities	do	you	belong	to?	
                                                








































































































































































































































































conducted	 in	Spanish	 if	 the	team	members	are	all	bilingual.	Third,	the	nursing	community	has	
many	participatory	mechanisms	that	take	information	and	feedback	for	the	community.	Hospitals	













	 Police	 officers	 are	 a	 discourse	 community	 that	 has	 received	 negative	 attention	 in	 the	
media	recently.	They	share	the	main	goal	to	serve	and	protect	the	community,	and	they	took	an	
oath	to	a	common	code	of	ethics	in	order	to	continue	this	goal.	This	goal	is	why	many	previous	
members	 of	 the	military	 join	 police	 forces	 after	 they	 finish	 their	 service,	 since	 the	military	 is	















































































































































































































































































































































1)	Which	 genres	 did	 you	 identify	 as	 part	 of	 your	 discourse	
communities?			
2)	 Do	 any	 of	 your	 discourse	 communities	 use	 social	 media	
profiles?	If	so,	how	are	they	used	and	for	what	purposes?	
	
Write	 their	 answers	 to	 #1	 (ex.	 emails,	 case	 studies,	 patient	
summaries,	etc.)	and	#2	(ex.	Facebook	is	used	to	communicate	
with	 friends	 and	 family	 in	 personal	 discourse	 communities,	
LinkedIn	 is	 used	 to	 communicate	 with	 colleagues	 in	















find	a	 job	or	 build	 a	 professional	 network,	 etc.)	and	#2	 (ex.	









































Write	 their	 answers	 on	 the	 board	 (ex.	 Twitter:	 to	 share	
opinions,	 Instagram:	 to	 share	 photos,	 Tinder	 or	 Bumble:	 to	





2	 LinkedIn	 profiles)	 and	 4	 strips	 of	 paper	 with	 different	
rhetorical	 situations	 on	 them	 (ex.	 to	 advertise	 their	 sports	
team,	music,	brand,	or	organization,	to	interact	with	fans,	to	
find	 media	 opportunities,	 to	 network	 with	 philanthropic	
organizations,	etc.)	(See	“Materials”	section).		
	
Ask	 each	 group	 to	 read	 the	 profiles	 and	 use	 paper	 clips	 to	
match	each	rhetorical	situation	to	each	profile.	Then,	ask	each	
group	to	brainstorm	a	list	of	target	audiences	for	each	profile	









Pair	 Activity:	 Placing	 students	 in	 pairs,	 re-distribute	 one	








graphic	 organizer	 (ex.	 Venn	 diagram,	 T-chart,	 etc.)	 on	 the	





LinkedIn	 profiles	 (now	 linked	 with	 their	 specific	 rhetorical	



















































groups	 to	 share	 their	 responses	 with	 the	 class,	 noting	 the	















Write	 their	 answers	 to	 #1	 (ex.	 a	 group	of	works	 that	 share	
common	features	or	conventions,	such	as	novels,	newspaper	
articles,	etc.)	and	#2	(ex.	social	media	profiles,	emails,	blogs,	
websites,	 etc.)	 on	 the	 board	 as	 the	 students	 share	 their	
responses.	
	












between	 the	 purpose	 of	 social	 media	 platforms	 versus	 the	
purpose	of	the	social	media	profile	genres	that	are	linked	to	








































In	 their	 small	 groups,	 ask	 students	 to	 now	 brainstorm	 two	
other	micro-genres	that	are	part	of	the	larger	macro-genre	of	
social	media	profiles	and	write	them	down	on	the	handout.	
Then,	 once	 they	 have	 identified	 their	 micro-genres,	 ask	
students	 to	 fill	 out	 the	 rest	 of	 the	 circle,	 identifying	 the	
platform,	purpose,	&	audience	for	each	micro-genre.		
	
Ask	 a	 few	 groups	 to	 share	 their	 responses	 with	 the	 class,	
noting	the	different	possible	social	media	profile	micro-genres	












Digital	 platform,	 prospective	 employers,	 elevator	 speech,	
rhetorical	moves,	professional	credentials,	creative	expression	
	





and	 review	 the	 use	 of	 the	 vocabulary	 collocations	 in	 the	
sentences	as	a	class.	
	
Reading:	Explain	 that	 they	will	 now	 individually	 read	a	 text	
about	the	LinkedIn	profile	genre	in	three	steps	and	distribute	






























































to	 discuss	 the	 group	 discussion	 questions	 based	 on	 the	
reading	(See	“Materials”	section).		
	
Once	 students	 have	 shared	 their	 own	 social	 media	 profile	
genres	and	why	they	use	one	of	 those	genres	 (i.e.	 for	what	
purpose	&	 audience)	with	 their	 group,	 distribute	 the	 social	











Ask	 students	 to	 return	 to	 their	 previous	 questions	 about	
genres	 from	 the	 beginning	 of	 the	 reading	 lesson	 to	 verify	


































































Ask	 students	 to	 read	 and	 annotate	 the	 two	 examples	with	
their	 partner	 and	 then	 fill	 out	 the	 handout,	 identifying	
possible	purposes	and	different	moves	of	each	profile.	
	
When	 finished,	 project	 the	 examples	 on	 the	board	 and	 ask	
students	 to	 come	 up	 to	 the	 board	 and	 label	 the	 different	
moves	 of	 each	 example,	 then	 discuss	 the	 annotations	 they	
made	and	why	as	a	class.	
	
Finally,	 ask	 students	 which	 example	 they	 prefer	 and	 why,	











own	 LinkedIn	 profile	 based	 on	 their	 professional	 discourse	
community	they	wrote	a	description	of	in	Lesson	1.		
	
Explain	 that	 they	 will	 be	 producing	 a	 LinkedIn	 profile	 for	 a	
specific	 rhetorical	 situation	 and	 target	 audience	 in	 their	
professional	 discourse	 community,	 so	 they	 should	 choose	 a	




and	 target	 audience	 for	 their	 LinkedIn	 profile	 with	 the	







When	 finished,	 ask	 students	 to	 share	 their	 outline	 with	 a	



















































“Set	 up	 a	 new	 LinkedIn	 account”	 from	 the	 online	 course	






















































































































































































































































































































profile	 as	 well.	 The	 banner	 photo	 and	 profile	 pictures	 should	 reflect	 the	 user’s	 professional	
identity,	such	as	a	picture	of	their	workspace	or	the	people	they	serve	for	their	banner	or	a	serious	
or	friendly	facial	expression	for	their	profile	picture.	The	headline	should	also	describe	the	user’s	









2)	 Identify	 the	 potential	 client’s	 or	 employer’s	 needs	 3)	 Detail	 the	 user’s	 previous	 service	 4)	
Indicate	the	value	of	the	user’s	previous	service	in	relation	to	these	needs.		
	











































































































































































































































































































































































































































































































































your	 personal	 brand,	 rhetorical	 situation,	 target	 audience,	 and	 professional	 discourse	
community		



































































































































































Brainstorm:	 Re-distribute	 the	 two	 LinkedIn	 profiles	 from	
Lesson	2	to	students.	As	a	whole	group,	ask	students:	
	
1)	Which	 genre	 conventions	 does	 each	 example	 follow	 and	
which	conventions	do	they	break?		




















































conventions	 of	 the	 genre,	 how	 else	 might	 users	 break	 the	
conventions?	



























as	 well	 as	 the	 remixed	 professional	 LinkedIn	 profile	matrix	
chart	(See	“Materials”	section).			
	
Ask	students	 to	 read	 the	profiles	and	 fill	out	 the	chart	with	
their	 group,	 identifying	 which	 conventions	 each	 profile	
follows,	 which	 conventions	 they	 break,	 their	 rhetorical	






different	 rhetorical	 situations	&	 target	 audiences,	 and	 each	
group’s	opinion	on	the	effectiveness	of	the	changes	as	a	class.	
	
When	 finished,	 post	 sheets	 of	 paper	 that	 say	 “Profile	 #1,”	
“Profile	 #2,”	 “Profile	 #3,”	 and	 “Profile	 #4”	 around	 the	
classroom	 and	 ask	 each	 group	 to	 stand	 under	 the	 profile	
number	 that	 they	 think	 is	 the	most	 effective	 profile	 for	 its	
rhetorical	situation	and	target	audience.	Then,	ask	each	group	























































	 1)	 What	 does	 the	 term	 “remix”	 refer	 to?	 What	 are	 some	
examples	of	“remixes”	that	you	know	of?	
2)	What	do	 you	 think	 it	means	 to	 “remix”	a	genre?	 In	 your	
opinion,	why	might	someone	want	to	“remix”	a	genre?		
	
Write	 their	 answers	 to	 #1	 (ex.	 the	 term	 is	 used	 to	 describe	
when	 someone	 adds	 to,	 takes	 away	 from,	 or	 changes	
elements	of	an	item,	such	as	remixed	songs	or	music,	etc.)	and	
#2	(ex.	remixing	a	genre	might	refer	to	changing	or	breaking	




Pair	 Activity:	 Explain	 that	 we	 are	 now	 going	 to	 look	more	





professional	 LinkedIn	profiles	 (See	 “Materials”	 section).	Ask	
students	 to	 read	 the	 profiles	 and	 discuss	 the	 following	
questions:	
	
1)	 In	 your	 opinion,	 what	 are	 the	 rhetorical	 situations	 and	
target	audiences	for	these	profiles?	




their	 answers	 to	 #1	 (ex.	 to	 attract	 like-minded	 clients	 who	




Distribute	 the	 accompanying	 handout	 to	 students,	 and	 ask	
students	 to	 fill	 out	 the	 handout	 based	 on	 the	 profiles,	









































Present:	 Explain	 to	 students	 that	 they	 will	 now	 use	




different	 rhetorical	 situation	 and	 target	 audience	 than	 the	
ones	 they	 previously	 chose,	 and	 that	 they	 should	 choose	
another	 rhetorical	 situation	 and	 target	 audience	 from	 their	
professional	 discourse	 community	 that	 might	 be	 more	
attracted	to	storytelling	(or	narrative	writing).		
	
Solo	 Activity:	 Ask	 students	 to	 verify	 their	 new	 rhetorical	
situation	 and	 target	 audience	 for	 their	 remixed	 LinkedIn	
profile	 with	 the	 teacher.	 Then,	 distribute	 the	 remixed	







When	 finished,	 ask	 students	 to	 share	 their	 outline	 with	 a	



















































































annotate	 their	 partner’s	 remixed	 LinkedIn	 profile	 based	 on	
the	rubric	and	then	fill	out	the	rubric,	identifying	the	presence	
or	absence	of	different	components	and	adding	suggestions	




feedback	on	 their	 first	 draft,	 ask	 students	 to	 revise	 and	 re-


























































































































































































































































































































































































































































































































































































































































































































The	 following	 list	of	works	provides	additional	 resources	and	examples	of	how	 to	 incorporate	
genre-based,	translingual,	and	multimodal	pedagogies	into	L2	college	writing	instruction:	
	
	
a)	Resource	Guides	for	Genre-based	Writing	Instruction:	
	
Christine	Tardy,	Genre-based	Writing:	What	Every	ESL	Teacher	Needs	to	Know	(2019)	
	
Christine	Tardy,	Beyond	Convention:	Genre	Innovation	in	Academic	Writing	(2016)		
	
Nigel	Caplan	&	Ann	Johns,	Changing	Practices	for	the	L2	Writing	Classroom:	Moving	Beyond	the	
Five-Paragraph	Essay	(2019)	
	
	
b)	Resource	Guides	for	Translingual	Pedagogy:	
	
Bruce	Horner	&	Laura	Tetreault,	Crossing	Divides:	Exploring	Translingual	Writing	Pedagogies	
and	Programs	(2017)	
	
Purdue	Online	Writing	Lab,	Translingual	Writing	&	the	Translingual	Approach	in	the	Classroom:	
	
https://owl.purdue.edu/owl/teacher_and_tutor_resources/translingual_writing/the_translingu
al_approach_in_the_classroom.html		
	
	
b)	Resources	Guides	for	Multimodal	Pedagogy:	
	
Santosh	Khadka	&	J.C.	Lee,	Bridging	the	Multimodal	Gap:	From	Theory	to	Practice	(2019)	
	
Tracey	Bowen	&	Carl	Whithaus,	Multimodal	Literacies	and	Emerging	Genres	(2013)	
	
Cynthia	Selfe,	Multimodal	Composition:	Resources	for	Teachers	(2007)	
	
Purdue	Online	Writing	Lab,	Technology	in	the	Writing	Classroom:	
	
https://owl.purdue.edu/owl/teacher_and_tutor_resources/teaching_resources/remote_teachi
ng_resources/technology_in_the_writing_classroom.html	
	
	
	
